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ABSTRACT
The purpose of this study was to determine the
effectiveness of a low ropes course experience in a
graduate-level course in reinforcing major teaching
concepts and increasing student application to a work
setting. Empirical research documenting the effectiveness
of the low ropes course as a teaching aide is minimal to
nonexistent in higher education settings, even though the
low ropes course continues to be used as a teaching tool.
The practice of using experiential teaching methods in
general is increasing in higher education and is accepted
in many cases as best practice. This study attempts to
provide empirical evidence supporting the use of the low
ropes course as a teaching aid.
The results of the study documented that the low ropes
course used as a teaching aide in the graduate course was
effective in reinforcing the major teaching concepts and
increased the transfer of the learning to work settings.
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CHAPTER I
Introduction
A serious issue with much of higher education today is
that students are tested on their acquisition of knowledge
with the assumption that the application of learning will
follow the acquisition of knowledge. The traditional
educational paradigm teaches skills necessary to be
successful in the academic environment, but may not
necessarily transfer to actual life situations
(Jernstedt, 1995). The traditional educational approach is
based on the transmission of knowledge from an expert
(professor) in an isolated setting; however, learning
outside of the classroom is most often social,
collaborative, and peer-based (Ruben, 1999). In searching
for a teaching methodology that encourages inquiry and the
active use of information, some have found that the
traditional approach of 'the professor as the dispenser of
knowledge' to be too confining. In graduate-level
education, the students' ability to apply acquired
knowledge in solving problems in their professional lives
is of particular concern (Black

&

Schell, 1995).

National educational reports have been critical of
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undergraduate and graduate education, with criticism that
focuses on higher education's deficiencies, including an
overemphasis on encyclopedic knowledge (Hagedorn

&

Smart,

1994). A high level of transfer of encyclopedic knowledge
is questionable. Changes are needed in teaching
methodologies in higher education. Numerous studies have
documented that active and experiential methods of learning
are more effective than passive or highly directed
learning. I n combining experiential components with
academic higher education course material, the students'
ability to use the acquired information is significantly
increased (Jernstedt, 1995).
Despite the increasing body of evidence. supporting the
efficacy of learning through experiential approaches, the
use of these approaches in practice today remains limited
(Ewert

&

Lindsay, 1999). The low ropes course is one of the

experiential learning methodologies that have been used as
a teaching and personal development tool since the early
1970's (Gass

&

Priest, 1997). Although proponents of the

low ropes course as a personal and team development tool
are many, empirical research data documenting the
effectiveness of the low ropes course is not available.
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Statement of the Problem
Empirical research documenting the effectiveness of
the low ropes course as a teaching aide is minimal to
nonexistent in higher education settings, even th�ugh the
low ropes course continues to be used as a teaching tool .
The practice of using experiential teaching methods in
general is increasing in higher education and is accepted
in many cases as best practice (Lewis
Katula

&

&

Williams, 1994;

Trenhauser, 1999; Jernstedt, 1995). This study

attempts to provide empirical evidence supporting the use
of the low ropes course as a teaching aid.
Purpose of the Study
The purpose of this study was to determine the
effectiveness of a low ropes course experience in a
graduate-level course in reinforcing major teaching
concepts and increasing their application to work settings.
The first part of the study examined secondary data
originally collected for the purpose of evaluating a low
ropes course used as a teaching tool in a graduate class.
The second half of the study explored students' application
of knowledge learned from the low ropes course outside of
the classroom in their personal and professional lives.
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Definition of Terms
Experiential Learning - learning in which a personally

responsible participant cognitively, affectively, and
behaviorally processes knowledge, skills, and/or
attitudes in a learning situation characterized by a
high level of involvement (Hoover

&

Whitehead, 1975).

Kirkpatrick's Levels of Evaluation - a four level model of

evaluation of training. Level one measures reaction of
trainees; level two, learning; level three, behavior;
and level four, results. Each level builds on the
previous one. Trainees will learn better if they
reacted favorably to the training (level _one).
Application of skills (level three) is the result of
learning and acquiring new knowledge (level two).
Results (level four) are achieved as the result of
applying new learned behavior (level three).
Kirkpatrick's Model is one of the most widely used
evaluation models (Kirkpatrick, 1996).
Learning Organization - an organization that continually

expands its capacity to create its future. Adaptive or
survival learning is necessary in an organization, but
for a learning organization, adaptive learning must be
joined with generative learning, or learning that
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enhances the organization's ability to create {Senge,
1990) .
Low Ropes Course - a series of physical group challenges

that are almost always built outdoors . Each event or
challenge, referred to as 'an element', involves a
problem for the group to solve through working
together . The elements are built on or a few feet off
of the ground. Implied risk is involved in the
activities, but there is very lit"tle actual risk due
to safety procedures. Experienced facilitators trained
in safety procedures and facilitation techniques led
the low ropes course. A typical low ropes course is
four to eight hours in duration. Low ropes courses are
commonly referred to simply as, 'ropes courses' or
'challenge courses'.
Mental Models - deeply ingrained assumptions,

generalizations, or even pictures or images that
influence how we understand the world and how we take
action. Often, people are not aware of their mental
models or the effects that they have-on behavior
{Senge, 1990).
Personal Mastery - the discipline of continually clarifying

and deepening personal vision, of focusing energies,
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of developing patience, and of seeing reality
objectively. I t is an essential cornerstone_ of the
learning organization (Senge, 1990).
Shared Vision - commonly held "pictures of the future" that

foster genuine commitment and enrollment within an
organization, rather than compliance. I t is a set of
shared principles and guiding practices of the
organization rather than dictates from leadership
(Senge, 1990).
Systems Thinking - a discipline for seeing wholes. I t is a

framework for seeing interrelationships rather than
things, for seeing patterns of change rather than
static snapshots. A set of general principles and
specific tools that has been developed over the last
fifty years to make full patterns clearer, and help to
see how to change them effectively (Senge, 1990).
Team Learning - the process of aligning and developing the

capacity of a team to create the results its members
truly desire. I t builds on the disciplines of shared
vision and personal mastery. However, having a shared
vision and talented team members is not enough to be
successful as a team. The team must also know how to
work well together (Senge, 1990).
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Objectives of the Study
The objectives of this study were to determine the
participants' reaction to the low ropes course as a
teaching aide and to determine if the participants applied
the learning concepts outside of the classroom environment
and how that learning was applied.
Research Questions
The research questions for this study were:
1. Did the participants think that the low ropes
course enhanced the learning of the teaching concepts in
the course?
2. How did the participants evaluate the performance
of the facilitators of the low ropes course and what is the
relationship between the performance of the facilitators
and student learning?
3. What is the relationship of the students'
level of anxiety at the beginning of the ropes course and
trust as the ropes course evolved between: the students and
their classmates; the students and the ropes course
instructors; and the students and the professor on student
learning?
4. Did the ropes course impact relationships between
the students and their classmates and their professor?
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5. How did the participants apply the learning from
the low ropes course outside of the classroom?
Assumptions
I t is assumed that the students actively participated
in the low ropes course and that they responded honestly
and thoughtfully to the survey instruments. I t is also
assumed that the instructor taught the same for each class
and that the facilitators conducted the low ropes course
the same for each class.
Limitations of the Study
Several factors limit the study:
1. I t was not possible to implement a control group in
the study because the low ropes course was a requirement
for the entire class.
2. The class taught experientially could not be
compared to a traditionally taught class because only one
section of the course examined in the study was offered one
semester each year and that course is only taught with an
experiential component.
3. Data in the study were collected by self-reports
and thus subject to the veracity and recall of the
students.
4. Students from two of the three classes participated
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in the low ropes course one to two years ago. This time lag
may affect the results of the follow-up study. (Follow-up
studies typically occur about six weeks after a ropes
course experience in the training community. )
Delimitations of the Study
The study will be delimited to:
1. The three classes taking the course examined in the
study.
2. The first three levels of Kirkpatrick's four levels
of evaluation.
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CHAPTER II
Review of Related Literature
What is a Low Ropes Course?
A

low ropes course is a series of physical group

challenges that are almost always built outdoors. Each
event or challenge, referred to as "an element", involves a
problem for the group to solve through working together. A
ropes course is constructed with ropes, cables, heavy
lumber, and logs and looks like a modified obstacle course.
The elements can be permanently built or props can be used
for activities that are portable. Most ropes course
facilities have both low and high ropes elements. A high
ropes course consists of elements built 15- 45 feet off of
the ground in trees or with telephone poles. The high ropes
course focuses more on the individual rather than the group
and involves the use of harnesses and rope safety systems.
Low ropes course elements are built on or a few feet off of
the ground. I mplied risk is involved in the activities, but
there is very little actual risk due to safety procedures.
A ropes course should be lead only by experienced
facilitators trained in safety procedures and in
facilitation techniques. Low ropes courses are commonly
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referred to as 'ropes courses' or 'challenge courses' .
History of the Low Ropes Course
The development of the modern day ropes course is
credited to the work of Kurt Hahn in the early to middle
twentieth century . In 1920 he founded a coeducational
boarding school in Germany. The school's teaching was
principle driven and focused on community service, personal
responsibility, social justice, respect, and equality . Hahn
was Jewish and persecuted by the Nazi's when he spoke out
against Hitler . He was imprisoned in the early 1930 's, but
later released by the German government at the request of
the English government . Hahn was then exiled from Germany
and resettled in England (Richards, 1990).
Hahn developed a youth program in 1941 at Aberdovey in
Wales with Lawrence Holt, Director of Blue Funnel shipping
line and Jim Hogan, an English educator. The program,
Outward Bound, focused on teaching seamanship and·
emphasized the same values as his previous school in
Germany. One of the goals of the program was to teach
seamanship skills in order to increase the rate of survival
of young sailors in life endangering situations on the high
seas. The program required the youth to be involved in
community service and put the youth through search and

11

rescue training, orienteering, ocean and mountain
expeditions, sailing, and an obstacle course (Miner, 1990).
The obstacle course used by Hahn is the predecessor of
the modern ropes courses of today (Gass

&

Priest, 1997).

The ropes course used ropes, hawser lines, and cargo nets
and was designed to mimic a ship at sea. The goal of the
program and the obstacle course was not to simply teach
survival, but also to increase self- confidence and the
ability to work effectively with other people (Miner,
1990).
After WWI I , the program was .expanded to address issues
of social decline, particularly in youth (Gass

&

Priest,

1997). A second school was opened in 1950 and many others
followed in the next decade. I n 1962, the first school was
opened in the United States in Colorado, and today there
are 9 schools and centers in the U. S. and over 40
additional centers internationally (Outward Bound
I nternational, 2002).
Outward Bound inspired the development of other
programs that attempted to gain the benefits of a month
long Outward Bound program in a shorter and more adaptable
format. The most successful and influential of these
programs is Project Adventure. Project Adventure was
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founded in 1971 and built its first ropes course that year
in Massachusetts. Although it is difficult to pin down
where and when the first modern ropes course was built,
Project Adventure was one of the pioneers of the
development of the modern ropes course (Gass

&

Priest,

1997). Today hundreds of ropes courses exist throughout the
world.
Research on the Low Ropes Course in Higher Education
A review of literature revealed that empirical studies
examining the effectiveness of using the low ropes course
as aide to teaching cognitive material have not been
documented in any kind of educational setting. Low ropes
courses are being used throughout the United States in
certain types of undergraduate and graduate-level courses
to teach group facilitation techniques, and to help
students become more aware of group dynamics in social
science clas.ses. I n some outdoor education and therapeutic
recreation programs ropes courses are the sole subject of
study, as ropes courses are commonly used in these
disciplines.
The most common use of the low ropes course in higher
education is for purpose of team development in classes or
programs that use team projects and collaborative learning.
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Several studies have documented the effectiveness of the
low ropes course in team development in higher education.
Bolduc (1998) used the ropes course for team development as
part of a class in video production taught in a
collaborative learning framework. Egnew and Evans (1997)
used the ropes course to teach teamwork skills with a group
of family practice medical interns. Francis, Mazany, and
Sumich (1995) used the ropes course to develop team
cohesiveness and teach teamwork skills in an MBA program.
Low ropes courses are also used effectively as part of
college wilderness orientation programs (Berman
1995; Berman

&

&

Berman,

Berman, 1996). Students participate in low

ropes courses to learn problem- solving skills, develop peer
support groups, and to explore issues that will help the
students transition successfully to college life. These
orientation programs are usually co- facilitated by upper
classmen.
Research on the Low Ropes Course in Industry
The low ropes course also has widely been used in
corporate training environments since the early 1980's
(Clements, Roland,

&

Wagner, 1995). They are typically used

as team and organizational development tools, and in
teaching soft skills related to working in teams such as
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communication, problem solving, conflict resolution, and
trust building. Although the goals of corporate training
and graduate education may be different, a shared goal is
that of transferring the learning to usable skills in the
workplace (Hagedorn & Smart, 1994; Lewis & Williams, 1994).
Research is very limited on use of low ropes in corporate
training, but several studies have indicated their
effectiveness as a training tool.
· In a study by Appleby, Cragun, and McEvoy (1997), a
low ropes course was used effectively to bring together a
new management group to help develop and create an
organizational vision. Roland and Wagner (1992) reported a
significant improvement in group process and interaction
skills, particularly for intact work groups, as the result
of an outdoor training experience. In a study of a ropes
course experience with a newly formed group of hospital
department directors (Daniels, 1994), an increase in group
cohesiveness resulted. Several other studies have reported
similar increases in group effectiveness as the result of a
ropes course experience (Bronson, Gibson, Kishar,

&

Priest,

1992; Klint & Priest, in press; Lesperance & Priest, 1994;
Priest

&

Smith, in press).

A study by Priest (in press, a) comparing classroom
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training to a low ropes course on team development showed
that the outdoor training was far more effective than the
classroom approach to team development. Another interesting
study by Priest (in press, b) reported that instructor type
affected team development in a corporate ropes course
training. Groups that were facilitated by adventure
facilitators and corporate trainers together demonstrated
greater team development than the groups facilitated by
corporate trainers or adventure facilitators by themselves.
Two studies by Priest (1996

&

1998) documented the

development of trust in teams through a low ropes course
experience. He recommends the inclusion of group activities
that involve physicality to help develop trust within
teams. Use of low ropes course as a training and teaching
method falls into the growing body of work in experiential
learning theory.
Low Ropes: An Experiential Learning Method
Experiential learning concepts are beginning to move
from the periphery of higher education to the mainstream
(Lazerson, Shumanis, and Wagener, 2000). No longer a fringe
element, experiential methods are considered fundamental to
meaningful learning. The previous paradigm that was
behaviorist in nature, with teachers as dispensers of
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knowledge and students as passive receivers is slowly being
replaced {Jernstedt, 1995). At the core of experiential
learning theory is the belief that learning occurs when the
student is actively involved in the learning experience
{Saunders, 1997).
Experiential learning theory has been strongly
influenced by the concepts of Albert Bandura, Carl Rogers,
and John Dewey {Weigand, 1995). Dewey is often credited
with developing and popularizing the concept of
experiential education. His advocacy of a learning approach
in which the student is actively involved in the
acquisition of knowledge rather than simply being a ·vessel
into which knowledge is poured has been particularly
influential {Dewey, 1938). His approach to education was
pragmatic in that it emphasized linking knowing to doing
(Katula

&

Trenhauser, 1999).

Rogers (1951) emphasized the need for congruence,
empathic understanding, and active listening. Rogers is
perhaps best known for his emphasis on unconditional
positive regard and valuing self worth. The modeling of and
encouragement of these behaviors and beliefs are an
integral part of any experiential learning event. Bandura
(1971) influenced the field with his socio-cognitive
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theories that stressed the integration of behavior,
personal characteristics, and environmental forces through
observational learning and modeling.
Kolb's Experiential Learning Model
Today, Kolb is perhaps the most influential thinker on
experiential learning since Dewey (Katula

&

Threnhauser,

1999). The widely published works of David Kolb and his
experiential learning model (Kolb, 1984) have added to the
legitimacy and acceptance of experiential learning (Roland,
Wagner,

&

Weigand, 1995). Kolb credits the works of Dewey,

Kurt Lewin and Jean Piaget as influencing the development
of his experiential learning model (Kolb, 1984).
The influence of Dewey was the result of his prolific
writing on the need for education to be tied to the
student's experience, rather than education simply being
the dissemination of knowledge {Kolb, 1984). Dewey stated,
"there is an intimate and necessary relation between the
processes of actual experience and education {Dewey,
1938). " Lewin influenced Kolb with his work in the fields
of organizational dynamics and action research. Lewin was a
social psychologist that believed learning occurred as the
result of a dynamic tension between the immediate
experience and analytic detachment. He also emphasized
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active participatory learning (Lewin, 1951). Piaget, a
developmental psychologist, influenced Kolb with his belief
that intelligence was not innate, but was the result of the
interaction between the individual and the environment
(Piaget, 1970).
Kolb's model identifies four stages of the learning
process. I t begins with concrete experience, which involves
immersion into the experience, with an emphasis on the
affective and intuitive response to the experience. The
second stage is reflective observation. I n this stage the
learner must view impartially the experience and resist the
temptation to jump to immediate conclusions. Next is
abstract conceptualization, which calls for logical
thinking and rational evaluation in order to create ideas,
then the integration of these ideas into sound theories.
The last stage is active experimentation. I t stresses
action, active participation, and risk taking from the
student, while emphasizing testing previously learned
concepts in new situations (Kolb, 1984). The model is
circular and continuous in that when the learner has new
experiences they begin from a higher level of cognitive
functioning (see Figure 1).
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Concrete
experience [I]

Observation and
reflection [2]

Testing in new
situations [4]

Forming abstract
concepts [3]
Figure 1. Kalb's Experiential Learning Model*
*Reproduced with permission from the I nformal Education
Encyclopedia/Forum. < http: //www. infed. org>
Use of Kalb's Model in Higher Education
Kalb's experiential learning model has been used in
many higher education courses that incorporated

experiential teaching methods. Brock and Cameron (1999)
used Kalb's model in teaching a political science course;
Saunders (1997) in a business communication course; Healey
and Jenkins (2000) in a geography course; Collins, et al.
(1998), in debriefing experiential learning exercises in an
introductory organizational behavior course and suggested a
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model for debriefing utilizing Kolb's model; Herz and Merz
(1998) evaluated the effectiveness of simulation exercises
in teaching an economics course using Kolb's model; and
Parks and Zhao (1995) used the model as a framework in the
development of experiential lear�ing exercises in an
international business course.
Kolb's model focuses of the process of experiential
learning rather than specific outcomes. The model's focus
on the process of learning rather than specific outcomes
lends itself to be used in a wide variety of higher
education courses and with different experiential teaching
methods.
Experiential Learning Characteristics and Outcomes
Kolb (1984) lists six characteristics of experiential
learning:
1. Learning is process oriented rather than outcome
based.
2. Learning is a continuous process based in
experience.
3. Learning.requires the resolution of conflicts
between different modes of adaptation to the environment.
4. Learning is a holistic process.
5. Learning occurs through interaction with the
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environment.
6. Learning is the process of creating knowledge.
Burnard {1989) proposes several distinguishing
features characteristic of experiential learning
activities. The participants must be actively involved in
the process rather than simply a receptacle of knowledge.
The activity must allow for reflection on previous actions.
Values and interpretations must not be attributed to the
experience; the learner is allowed to ascribe their own
meaning. Lastly, the learners must be allowed to make their
own experiences part of the learning process.
Previous research {Harich, 1995) indicates that
experiential learning exercises can positively impact:
1. Conceptual understanding.
2. The application, integration, and retention of
knowledge.
3. Analytical and strategic thinking.
4. Communication and interpersonal skills.
5. Creative, independent, and critical thinking.
6. I nvolvement, participation , and interest.
7. Self-understanding and personal development.
Experiential learning allows adult learners to bring
their personal experiences into the learning environment,
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which allows the material to have greater meaning. It also
is open and flexible, allowing the student personal
direction in their learning. The corporate world today is
demanding employees who are flexible and have the ability
to adapt to rapid changes in the work environment. There is
significant evidence in literature that experiential
learning helps bridge the gap between theory and reality
(Harich, 1995). Experiential learning can help create
better prepared students who are able to leverage previous
knowledge and experience in new and different ways (Lewis

&

Williams, 1994). By combining experiential components with
academic courses, the acquisition of knowledge is coupled
with the ability to use it (Jernstedt, 1995).
Debriefing the Experience
One of the most critical aspects of a structured
experiential exercise is the debrief. A debrief is a
facilitated discussion after or at any time during the
experience, in which the participants ref lect on the
activity as a group and discuss its meaning. The debrief is
an integral part of the experiential exercise and should
not be looked upon as a separate activity (Rohnke, 1989).
Experiential learning exercises are complex events. The
main function of the debriefing phase in an educational
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setting is to integrate experiences with concepts and
applications that are transferable to settings outside of
the classroom. The debrief needs to provide learners with
the knowledge of how the exercise relates to what they
already know and how the new learning can be applied to
other settings (Lederman, 1992).
Collins et al.

(1998) stresses that the debrief must

be planned as rigorously as the experiential exercise
itself if the experience is to be turned into usable
knowledge for the student. The debrief should be connected
to a well- structured knowledge base if links are to be made
from academic knowledge to real life situations. The
experiential learning exercises must also be tied to the
goals of the course if these linkages are to be made. The
debrief serves as the bridge between previous knowledge,
the experience, new learning, and its application.
Evaluation of Experiential Exercises
I n higher education, experiential learning exercises
are not often tied to the course goals and objectives and
thus are not evaluated (Lewis and Williams, 1994). I f
experiential education is to gain a greater legitimacy in
higher education, effective evaluation must occur. One of
the most used evaluation models in use today is

24

Kirkpatrick's 4 level model (I bbetson and Newell, 1996 ).
Level 1 of Kirkpatrick's model measures the reaction
of the participant to the training. This level measures how
participants feel about various aspects of a training
program. Level 2 measures learning. Learning includes
knowledge acquired, skills improved, or attitudes changed
as the result of training. Level 3 measures behavior. This
involves the extent to which the participants change their
behavior as the result of training; the transfer of
training. Level 4 measures results. This focuses on the
bottom line results of the training program and includes
things such as increased productivity or reduced costs.
Each level builds on the previous one. A trainee will
learn better if they reacted favorably to the training
{level one). Application of skills {level three) is the
result of learning and acquiring new knowledge {level two).
Results {level four) are achieved as the result of applying
the new learned behavior (level three).
Holton (1996) and Tannenbaum and Woods (1992) have
indicated that Kirkpatrick's model is flawed. For the
purposes of this study no assumption is made as to the
claims for or against the model. The model is used simply
as a framework for evaluating a ropes course on more than
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one level.
Benefits of Using Low Ropes as a Teaching Aide
Rumsey (1996) suggests several anecdotal benefits to
using low ropes as a teaching aide:
1. Low ropes courses actively engage the student in
the learning process. People learn better when they are
active participants in the learning process versus being
passive (e.g. lecture approach).
2. Retention of lecture material is higher when the
student has the opportunity to also practice the skill
being taught.
3. The low ropes activities emphasize abstract
material that can be difficult to grasp in a concrete
manner.
4. The student is involved not only intellectually and
behaviorally, but also affectively because of the dynamic
nature of the activities. Learning is enhanced by the
affective involvement of the student in the learning
process.
5. The activities are unique and memorable, so
students will tend to remember what they did, the lessons
learned, and the application of the learning.
6. The activities create accelerated learning states
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through challenging the student. States of intense focus,
engagement, energy, presence, fun, and exuberance are
common.
Relationship Between Trust and Learning
This researcher was not able to find studies
documented in literature showing the relationship between
trust and learning. However, Schein (1993) and Senge (1990)
argue that trust is a crucial element in a learning
organization. Edmondson (1999) theorizes that team
psychological safety should facilitate learning behavior
because if trust is present, it alleviates excessive
concern about teammates reactions to situations that have
the potential for embarrassment or threat, which are often
present in experiential learning activities.
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CHAPTER III
Methodology
This chapter outlines the methods that were used to
determine the participants' reaction to the low ropes
course as a teaching aide and to determine if the
participants applied the learning concepts outside of the
classroom environment and how that learning was applied.
Subjects
The sample consists of graduate students from three
sections of a graduate course on building learning
organizations in the Human Resource Development Department
at the University of Tennessee. All students in the class
were required to participate in the low ropes course unless
they had a physical limitation that prevented them from
doing so. Fifty-four students participated in the ropes
course out of a total population of 59 students taking the
classes. The sample consisted of 38 females and 16 males.
Several people who took the class did not participate in
the ropes course due to physical conditions or scheduling
conflicts.
Social Conditions of the Study
The ropes course took place at the Mountain Challenge,
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LLC low ropes course. The ropes course is located in a
large tract of woods on the campus of Maryville College in
Maryville, Tennessee. The Director of Mountain Challenge,
who has extensive experience facilitating ropes courses for
both student and corporate populations, facilitated each
ropes course. Each class participated in a minimum of four
activities or elements on the ropes course. Three of the
major activities that each group participated in were the
Blindfold Walk, the Spiders' Web, and the Wall. These
classic low ropes course elements illustrate the overall
nature of the low ropes course.
I n ·the Blindfold Walk, 2-3 leaders are selected
randomly from the group. They must lead the rest of the
group down the trail, but cannot speak to or touch any of
the other group members, who are blindfolded. The followers
are lined up and are told to maintain physical contact with
the people in front of and behind them. The leaders, who
cannot speak to or touch the blindfolded followers, must
figure out a way to lead the group down an uneven trail,
through a woodland area on the Mountain Challenge ropes
course. At the end of the trail, the group had to cross a
narrow log bridge over a small stream while still
blindfolded (see Figure 2).
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Figure 2. Blindfold Walk Over Log Bridge.

The Spider's Web is a 12-foot web made of rope tied
between two trees, with holes in the web of various sizes
and at different heights, but large enough for an adult
�
body to pass through. The task is for each group member get
from one side of the web to the other by going through a
hole, without reusing any hole until all the holes have
been used once, and without touching the web. When all of
the holes have been used once, they can then be used one
time again. Some of the holes are several feet off of the
ground, which requires some group members to be lifted and
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passed through the web by the other group members. I f any
group member touches the web or if a hole is used more than
once before all of the holes have been used, then the
entire group must begin again until the task is completed
(see Figure 3).
'The Wall' is a wall that is fifteen feet high and
twelve feet wide with a platform on the top backside of the
wall. There are no handholds of any kind on the face of the
wall. The task is for the entire group to make it over the
wall without using any kind of external prop or using the

Figure 3. Spider's Web
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sides of the wall. The group must boost each other over the
wall to complete the task. Once group members reach
the top and the platform, they can then help pull the other
group members over. No more than three people can be on the
top helping at any one time. Once the fourth person reaches
the top, the first person of the four to reach the top of
the wall must then go back to the ground. The same people
cannot remain on the top for the entire exercise, but are
rotated off of the wall. Once a participant goes back to
the ground, they cannot help boost the other group members
over the wall, so there are less people doing the work. All
group members on the ground must help spot the other group
members going over the wall (see Photos 3

&

4).

Structure of the Class
The classes were taught in a weekend format with each
class meeting approximately once a month for four weekends.
The class met for three hours on Friday evening and for
eight hours on the following Saturday. The ropes course
experience took place three-quarters of the way into the
semester for each of the three sections of the graduate
classes. The ropes course was placed in the last part of
the semester so that the major teaching concepts
highlighted in the course had already been covered, and so
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Figure 4. Climbing the Wall
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Figure 5. Reaching the Top of the Wall
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that there was one weekend of classes left to again tie the
ropes course experience to the class material.
The class reflected Kolb's experiential learning model
(1984). Each class involved a brief lecture in which one of
Senge's learning organization concepts (1990) was
introduced. The rest of the class time involved small group
discussions in which the group would pick an example shared
by one of the group members that illustrated either a
positive or negative application of the concept. The
example provided corresponded to the first stage of the
experiential learning cycle, concrete experience. The
instructor then encouraged reflection on the example by
providing structured questions, corresponding to the second
stage, reflective observation. Each group then reported
their results to the entire class. The class as a whole
then critiqued each groups findings in light of Senge's
concepts, which is the third stage of Kolb's model,
abstract conceptualizat ion. The f ourt h st age of Kalb's
model, active experimentation, was provided by the ropes
course as well as the students' experiences outside of the
classroom between class sessions.
Procedure for the Low Ropes Course Experience
The class was fully briefed before the ropes course as
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to what to expect during the day . The duration of each
ropes course was eight hours . The ropes course facilitators
were familiar with the course content and helped to make
connections between the course material and the class's
experience on the ropes course. The same lead facilitator
participated in each of the three ropes courses along with
the professor of the graduate classes . The professor
participated with the classes in the activities as well as
participated as a facilitator during the debriefing.
After each activity, and at the end of the day, the
participants participated in a debrief . The debrief
involved a discussion events of the activity by the group,
what they learned from the experience, how the classroom
material applied to their experience, and how their
learning could be applied to the next activity and to a
work setting. The guest co- facilitators, who were seasoned
human resource development professionals, also participated
in the debriefs . Their role was to give real life examples
of how the learning can be and is being applied to work
settings.
The debrief again reflected Kolb's model, with stage
1, concrete experience, representing the activity itself as
well as the previous classroom exposure to Senge' s
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concepts. Stage 2, reflective observation, involved the
discussion of the events and what the gro up learned from
the activity. Stage 3, abstract conceptualization, involved
the discussion of how the classroom material ap plied to the
activity. Stage 4, active experimentation, involved the
next activity and the experiences of the participants'
lives after the ropes course.
The instructor administered the survey one to two
weeks after each of the ropes courses. The first class went
on the ropes course in July 1998 (n
in March 1999 (n

=

=

22), the second class

17), and the third in March 2000 (n =

16). Photos were taken of the second and third classes and
the professor took field notes.
Procedure f or the Follow- up Study
The students were surveyed in the follow- up through
electronic mail. Surveys were sent to 10 students from each
of the three class sections after an initial contact was
made by the researcher by phone or electronic mail.
I nstrumentation
The first part of the study analyzed secondary
data from a questionnaire specifically developed for the
ropes course. The survey was developed by the instructor
teaching the graduate class who planned to incorporate the
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ropes course experience as part of the class teaching
activities. The survey was designed to evaluate student
reaction for satisfaction and learning. The questionnaire
targets Kirkpatrick' s levels one and two in his evaluation
model (Kirkpatrick, 19 9 6).
The questionnaire was written in a language familiar
to the students by using terminology taught in the class.
Prior to participating in the ropes course, students also
had been tested on major class concepts, which incorporated
the same survey terminology. The questions reflected the
class objectives and targeted two main areas: the quality
of the ropes course facilitators and the impact of the
ropes course on enhancing student understanding of the five
major concepts taught in the classroom (systems thinking,
personal mastery, shared vision, mental models, and team
learning). The questionnaire also examined the level of
anxiety and trust the students experienced and how the
ropes course affected student relationships.
The questionnaire contains forty questions: 12
questions for the facilitator evaluation, 6 questions for
the course content section, and 22 in the remaining section
(Appendix A). The subjects responded to the questions on a
five point Likert scale . The possible responses were
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"Strongly disagree, "

"Disagree, " "Neither agree or

disagree, " "Agree, " and "Strongly agree." The students also
were given the opportunity to make comments.
Photographs were taken to document each of the major
activities the students participated in during the last two
ropes courses. An I nformed Consent release was signed by
each of the participants informing them that photos would
be taken during the ropes course and giving the instructor
permission to do so. The instructor also took field notes
describing each of the major activities including the
debrief that followed each activity and the end of the
program. Data collection was triangulated in an attempt to
strengthen reliability and validity (Denzin

&

Lincoln,

1 9 94 ) . .

The second part of the study utilized a qualitative·
approach. Students who participated in the ropes course
were surveyed from each of the three class sections. The
f ollow- up survey contains short questions designed to
elicit i nformation about the effectiveness of the ropes
course experience to bring about the application of new
learned behavior into the student's personal and
professional lives (Appendix B). The survey targets level
three, behavi or, of Kirkpatrick' s model of evaluation
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(Kirkpatrick, 1996).
Data Analysis
The se condary data from the rope s course surve y was
analyze d using both de scriptive and infe re ntial statistics.
Me an score s we re calculate d to de te rmine the re action the
stude nts to facilitation, to de te rmine the stude nts'
pe rce ption of le arning, and to de te rmine the stude nts'
pe rce ption of trust and re lationship de ve lopme nt.
I nfe re ntial statistics we re applie d using the Spe arman's
Rho to de te rmine the corre lation be tween facilitation,
anxie ty, and trust on the stude nts' pe rce ption of le arning.
The Spe arman's Rho is use d to de te rmine the corre lation
be twee n the se variable s be cause data from a Like rt scale is
not normally distribute d. A t-te st is use d to de te rmine if
the re is a significant diffe re nce be twee n paire d be fore and
afte r que stions re garding the e ffe ct of the rope s course on
re lationships.
Conte nt analysis proce dure s we re use d to analyze data
colle cte d in the follow-up study (Cre swe ll, 1994). The se
analyse s involve d sorting through the re sponse s to the
follow-up surve y and ide ntifying patte rns, cate gorie s, or
the me s.
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CHAPTER IV
Analysis of Data and Dis cu s s ion
This chapter reports the results of the analysis of
the secondary data collected from the low ropes course
survey and discusses the findings. The data collected from
the follow- up ropes course survey are also reported and
discussed. For the purposes of this study, the data
collected from each of the three classes are treated as one
group. The treatment was the same for each of the classes
and there were no incidents or significant events noted by
the professor or the ropes course instructors in each of
the three classes that occurred before, during or after the
ropes courses or the classes themselves. Each of the
research questions stated earlier in this study will be
addressed.
Research Question 1
Question 1: Did the participants think that the low
ropes course enhanced the learning of the teaching concepts
in the course?
Questions 13-18 in the ropes course survey address
each of Senge' s five disciplines and the learning
organization in general, which are the main teaching
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conce pts in the course (see Appe ndi x A). Me an score s we re
calculate d for e ach of the que stions . The me an score s
range d from 4. 074 for Que stion 15 to 4. 574 for Que stion 18
on a five point Like rt scale , with a re sponse of 3 be ing
Ne ithe r Agree or Disagree , 4 Agree, and 5 Strongly Agre e .
The me ans for e ach of the que stions are re porte d in Table
1. The Cronbach's Alpha coe fficie nt score me asuring
inte rnal re liability for this se ction of the surve y was
. 8843. A score above . 8 is . conside re d significant.
The re sults show that the stude nts re porte d that the
rope s course did e nhance the ir le arning of the te aching
conce pts taught in the course . The que stions in the surve y
we re worde d using language similar to that use d by the
profe ssor in te aching the course . The significant
Chronbach's alpha coe fficie nt shows that the language use d
Table 1 . Stude nt Pe rce ption of Le arning
Minimum

Maximum

Mean

Std .
Devi ation

2 . 00

5 . 00

4 . 16 6 7

. 74 6 0 6

2 . 00

5 . 00

4 . 3426

. 6 9922

1 5 . Personal vision

2 . 00

5 . 00

4 . 0 74 1

. 84344

1 6 . Shared vision

3 . 00

5 . 00

4 . 5185

. 66 5 6 2

17 . Mental model s

2 . 00

5 . 00

4 . 1481

. 71 1 2 9

3 . 00

5 . 00

4 . 5741

. 5 69 74

13 . Increa sed
overal l
understanding
14 . Systems thinking

1 8 . Team learning
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was beneficial to the students' in understanding the
wordi ng of the questions and thus leadi ng to a signifi cant
internal reliability score.
Research Question 2
Question 2: How did the participants evaluate the
performance of the facilitators of the low ropes course and
what is the relationship between the performance of the
facilitators and student learning?
Facilitator effectiveness
The first part of this question covers the students'
evaluation of the low ropes course facilitators, which are
addressed in questions 1- 12 of the survey (see Appendix 1).
Mean scores were calculated for each of the questions. The
mean scores ranged from a low of 4.148 on question 12 to a
high of 4.833 on question 1 on the five point Likert scale.
The means are reported in Table 2. The Cronbach's Alpha
coefficient score for the facilitator evaluation section of
the survey is . 8657.
These results show that the students rated the
facilitators as being effective in the facilitation of the
low ropes course. The Chronbach's alpha score shows a
significant internal reliability in the facilitation
section of the survey.
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Table 2 . Facilitator Effectiveness
Minimum

Maximum

Mean

Std .
Devi at ion

4 . 00

5 . 00

4 . 833

. 3 762

2 . Linked concept s
to c l a s s material

2 . 00

5 . 00

4 . 5 74

. 6617

3 . Guest speakers

2 . 00

5 . 00

4 . 611

. 5 961

3 . 00

5 . 00

4 . 4 72

. 6 897

3 . 00

5 . 00

4 . 7 04

. 5707

3 . 00

5 . 00

4 . 6 85

. 5770

4 . 00

5 . 00

4 . 796

. 4065

3 . 00

5 . 00

4 . 7 04

. 57 0 7

2 . 00

5 . 00

4 . 315

. 8865

2 . 00

5 . 00

4 . 389

. 7871

2 . 00

5 . 00

4 . 148

. 8775

2 . 00

5 . 00

4 . 1 94

. 8818

1 . Facilitated
di scuss ions

4 . Linked concept s

to real world
5 . Listened

care ful ly to team

6 . Listened
carefully to class
7 . Wel l organized

8 . Presentat ion wa s
ef fective tool

9 . Provided enough
phys ical chall enge

1 0 . Provided enough

mental chall enge

1 1 . Provided enough

emotional chall enge
1 2 . Time al lotted
was appropriate

Relationship of facilitator effectiveness to student
learning
The f acilitator ef f ectiveness sect ion of the survey
(questions 1- 12) was treated as one score rather than
comparing each of the facilitator questions with each of
the course content questions, which looked at the impact of
the ropes course on the students' perception of learning of
the key concepts taught in the course, questions 13- 18 (see
Appendix A). This was done to reduce Type I error. A
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Spearman's Rho was calculated to find the relationship
between the composite facilitation score and each of the
course content questions (questions 13-18).
The results of this calculation show a significant
positive correlation between the composite rating of the
facilitators and each of the six course content questions
at a . 01 significance level, 2 - tailed . The results of these
calculations are reported in Table 3. The strong positive
correlation between facilitation and the students'
perception of learning suggests that the effectiveness of
the facilitators contributed to the student learning of the
teaching concepts taught in the course.
Research Question 3
Question 3: What is the relationship of the students'
level of anxiety at the beginning of the ropes course and
trust as the ropes course evolved between: the students and
their classmates; the students and the ropes course
instructors; and the students and the professor on st udent
learning?
A Spearman's Rho was calculated to look at the
relationship between students' reported level of anxiety
and trust between their classmates, ropes instructors, and
professor and each of the course content questions,
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Table 3. Relationship of Facilitator Effectiveness to
Student Learning
Evaluat ion of
Facilitators
. 6 12 * *

13 . Increased
ove ra l l
unde rstanding

Correlation
Coefficient
Sig . ( 2 - t ai led)

. 000

14 . Systems Thinking

Correlat ion
Coef ficient

. 574 **

Sig . ( 2 - tai led)

. 000

Correlation
Coef ficient

. 616 **

Sig . ( 2 - t ai led)

. 000

Corre lat ion
Coef ficient

. 4 33 **

Sig . ( 2 - tailed )

. 0 01

1 5 . Personal Vi s ion

1 6 . Shared Vision

1 7 . Mental Model s

1 8 . Team Learning

**

Correlat ion
Coef ficient

. 487**

Sig . ( 2 - tailed)

. 000

Correlat ion
Coeff icient

. 513 * *

Sig . ( 2 - tai led)

. 000

p < . 0 1 level ( 2 - tailed)

questions 13- 18 (see Appendix A).
Trust and anxiety with classmates
A significant positive correlation is shown between
the students' trust as the ropes course evolved between
their classmates (question 25) and question 13 (qualities
necessary to create a learning organization), question 14
(systems thinking), question 16 (shared vision), and
question 18 (team learning) at the . 01 level, 2-tailed. A
non- significant, but weak positive correlation is shown
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between trust in classmates and question 17 (mental model s)
at the . 088 level of significance. There is not a
significant correlation between trust in classmates and
question 15 (personal vision) at the .05 level. There is
also not a significant relationship between the students'
level of anxiety at the beginning of the ropes course
between the student and their classmates (question 24) and
learning for each course content question (13- 18) at the
.05 level. The results of these calculations are reported
in Table 4.
The questions in which there are positive correlations
are items that are more group oriented: qualities necessary
to create a learning organization, systems thin king, shared
vision, and team learning. These findings are
understandable given the low ropes course is a team
oriented event that focuses heavily on group interaction.
The students' level of trust in their teammates therefore
had a greater impact on their learning with the questions
that are more group oriented. Mental models and personal
vision were not as impacted as they are more individual
oriented.
There was not a significant positive correlation
between the students' level of anxiety with their
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Table 4. Re lationship of Stude nt Le arning to Trust and
Anxie ty with Classmate s
2 4 . Anxiety

about
classmates

25 . Trust
in
clas smates

13 . Increased
overal l
understanding

Correlat ion
Coe fficient

. 011

. 436 **

. 9 38

. 00 1

14 . Systems Thinking

Sig . ( 2 - tailed)
Corre lation
Coeffi cient

- . 0 86
. 537

. 000

Correlat ion
Coeffi cient

. 045

. 207

Sig . ( 2 - tai led)

. 74 6

. 1 34

Correlation
Coefficient

. 115

. 3 70 * *

Sig . ( 2 - tai led)

. 4 06

. 0 06

Corre lation
Coefficient

. 02 7

. 2 34

Sig . ( 2 - tai led)

. 8 44

. 08 8

Correlat ion
Coef ficient

. 03 0

. 416**

Sig .

. 831

. 002

Sig . ( 2 - tai led)

1 5 . Personal Vi sion

1 6 . Shared Vi sion

1 7 . Mental Model s

1 8 . Team Learning

**

p < . 0 1 level

. 57 9 * *

( 2 - t ailed)

( 2 -tailed)

classmate s at the be ginning of the rope s course and
le arning (see Table 4). This finding is important be cause
anxie ty in participants be fore a rope s course is ve ry
common due to the implie d risk involve d in the rope s
course . I t doe s not appe ar that the stude nts' le ve l of
anxie ty with the ir classmate s at the be ginning of the rope s
course influe nce d the ir le arning proce ss on the rope s
course .
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Trust a nd a nxiety with ropes instructors
A significa nt positive correla tion is shown between
the students' trust as the ropes course evolved between the
ropes course instructors (question 27) a nd question 14
(systems thinking), question 15 (persona l vision), question
17 (menta l models) a nd question 18 (tea m lea rning) at the
.01 level, 2- ta iled. A non-significa nt, but weak positive
correla tion (a t the .05 level) is shown between the trust
in ropes instructors a nd question 13 (qua lities necessa ry
to create a lea rning orga niza tion} a t the .087 level of
signifi ca nce a nd question 16 (sha red vision) at the .059
level of significance. The results of these ca lcula tions
a re reported in Ta ble 5.
The students' trust in the ropes course instructors
positively impa cted the lea rning in a ll of the course
content questions, but not at a significa nt level with
question 13, focusing on the qualities necessary to crea te
a lea rning organiza tion and question 1 6 , which f ocused on
sha red vision. I t is theorized the trust in the ropes
instructors ha d less impa ct on lea rning in these content
areas beca use the ropes course instructors did not
pa rticipate with the students in the a ctivities themselves.
Therefore they were less involved with the class as a whole
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Table 5. Relationship of Student Learning to Trust and
Anxiety with Ropes I nstructors

13 . Increased
overal l
underst anding

Correlat ion
Coef f icient

14 . Systems Thinking

Correlation
Coefficient

Sig . ( 2 - tailed )

1 6 . Shared Vi sion

1 7 . Mental Models

1 8 . Team Learning

**

. 5 58

. 087

. 332

. 34 7 *

. 010

Correlation
Coefficient

. 0 54

. 3 80 **

Sig . ( 2 - t ailed )

. 70 1

. 005

Correlat ion

. 149

. 258

Coefficient

Sig . ( 2 -t ai led )

. 2 83

. 059

Correlation
Coefficient

. 055

. 370 * *

Sig . ( 2 - t ai led)

. 692

. 006

- . 0 03

Correlat ion
Coefficient

. 9 82

Sig . ( 2 - tailed)

*

2 7 . Trust
in ropes
instructors
. 235

- . 135

Sig . ( 2 - tailed )
15 . Personal Vi sion

2 6 . Anxiety
about ropes
instructors
- . 0 81

. 3 54 * *
. 00 9

p < . O S leve l ( 2 - tai led )

p < . 0 1 leve l ( 2 -tai led)

in creating a learning organization environment and in
developing a shared vision.
There is not a significant relationship between the
students' level of anxiety at the beginning of the ropes
course between the student and the ropes course instructors
(question 26) and learning for each course content question
(13- 18). The results of these calculations are also
reported in Table 5. As with anxiety with classmates in the
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previous section, this finding is important because anxiety
in participants before a ropes course is very common. I t
does not appear that the students' level of anxiety with
their ropes instructors at the beginning of the ropes
course influenced their learning process on the ropes
course.
Trust and anxiety with professor
A

significant positive correlation is s hown between

the students' trust as the ropes course evolved between the
professor {question 29) and each of the perception of
learning questions at the � 0 1 level, 2- tailed. The results
of these calculations are summarized in Table 6. The
positive correlation between the level of trust in the
professor and the perception of learning is not s urprising.
The professor acted as both a participant and helped with
the facilitation of the ropes course, thus she had an
impact on more course content areas than the classmates or
the ropes instructors as a group by themselves. The
positive correlation in all course content areas may also
have been the result of a pre- existing level of trust that
had developed between the professor and the students in the
two-thirds of the class that h ad was taught by the
professor prior to the ropes cours e.
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There is not a signif icant relationship between the
students' level of anxiety at the beginning of the ropes
course between the student and the prof essor (question 28)
and their perception of learning f or each perception of
learning questions (13 -18) at the . 05 level. The results of
these calculations are also summarized in Table 6 . Again,
this f inding is important because anxiety in participants
bef ore a ropes course is very common . I t does not appear

Table 6. Relationship of Student Lea rning to Trust and
Anxiety with Prof essor

13 . Increased
overall
understanding
14 . Systems Thinking

1 5 . Personal Vi sion

1 6 . Shared Vi sion

1 7 . Mental Mode l s

1 8 . Team Learning

*
**

2 8 . Anxiety
about
professor

Corre lation
Coefficient

2 9 . Trust
in
professor

. 22 2

. 334 *

Sig . ( 2 - tailed)

. 106

. 0 13

Corre lat ion
Coe fficient

. 2 13

. 574 * *

Sig . ( 2 - tailed)

. 12 1

. 000

Correlation
Coe fficient

. 2 45

. 5 13 * *

Sig . ( 2 - tailed )

Correlation
Coe f ficient

. 0 74

. 0 00

. 230

. 306*

Sig . ( 2 - tailed)

. 0 94

. 024

Correlation
Coe ff icient

. 1 94

. 4 73 * *

Sig . ( 2 - tailed)

. 161

. 000

. 1 61

. 423 * *

. 2 44

. 001

Correlat ion
Coef ficient
Sig . ( 2 -tai led)

p < . O S level ( 2 - tai led)

p < . 0 1 level ( 2 - tailed)
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that the students' level of anxiety with their ropes
instructors at the beginning of the ropes course influenced
their learning process on the ropes course.
Research Question 4
Question 4: How did the ropes course impact
relationships between the students and their c lassmates and
their professor?
Several questions in the survey address relationships.
Mean scores are calculated for the students feeling closer
to their classmates (question 39) and professor (question
40) because of the ropes course experience. The mean score
for the feeling of closeness with classmates is 4. 463 and
with professor 4. 537. The means for these questions are
summarized in Table 7. The students reported that they
strongly agreed that as the result of the ropes course they
felt closer to their classmates and the professor.
Mean scores are also calculated for the trust of the
students with thei r c lassmates to help them succ eed
(question 25) and trust of the students with their
professor to help them succeed (question 29). The mean
score for trust in classmates is 4. 333 and for trust in
professor is 3. 944. The means for these questions are
summarized in Table 7.
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Table 7. Trust and Feeling of Closeness to Classmates and
Professor
Minimum

Maximum

Mean

Std .
Deviat ion

2 . 00

5 . 00

4 . 3333

. 7524

2 9 . Trust in
profes sor

2 . 00

5 . 00

3 . 94 4 4

. 9599

3 9 . Feel closer to
classmates

2 . 00

5 . 00

4 . 4630

. 7 942

4 0 . Feel closer to
profes sor

3 . 00

5 . 00

4 . 53 7 0

. 6 648

2 5 . Trust in
clas smates

The students reported a high level of trust as the
ropes course progressed in their classmates. The reported
level of trust as the ropes course progressed in their
professor was lower. However, one of the respondents in the
comments section for question 29 noted that her not
responding that she agreed or strongly agreed with the
question was not an indication of her not having a high
level of trust with the professor. She indicated that she
already felt a high level of trust before the ropes course
in the professor, thus the ropes did not impact her already
high level of trust. Given that the score of the students'
feeling closer to the professor as the result of the ropes
course was very high, the researcher suspects that the
lower score for question 29, trust in the professor was
influenced similarly as the student who commented on the
survey; her response for this question was not an
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indicati on of a l ower level of trust in the professor.
Mean sc ores and a paired differences T- test are
calculated for 3 paired questions in the survey. Pair 1
asks whether the students feel personally accountable for
,

the success of each member of the team at the beginning of
the ropes course (question 20) and as it evolved (question
21). Pair 2 asks whether the students are more concerned
about helping team members rather than themselves
accomplish task goals at the beginning of the ropes course
(question 32) and as the ropes course evolved (question
33). Pair 3 asks whether the studerits feel a common bond
with their classmates as a whole at the beginning of the
ropes course (question 36) and as the ropes course evolved
(question 37). There is a significant difference between
each paired question at the . 01 level, 2-tailed . The mean
scores for each pair are summarized in Table 8. The scores
for the paired differences T- test are summarized in Table
9.

The students responded that as result of the ropes
course that they felt more personally accountable for the
success of their teammates, were more concerned about
helping team members rather than themselves, and felt
more of a common bond with their teammates.
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Table 8. P aired Samples Mean Scores
Pair 1 :
Accountabil ity
for team members

2 1 . As the
ropes course
evolved
20 . Be fore the
ropes course

Pair 2 :
Helping team
members
Pai r 3 :
Bond with
classmate s

3 3 . As the ropes
course evolved
3 2 . Before the
ropes course
3 7 . As the ropes
course evolved
3 6 . Be fore the
ropes course

Std .
Deviation

Mean
4 . 3333
3 . 5 741
4 . 2222
3 . 5 648
4 . 4444

3 2593

. 7268
. 9829
. 8 831
1 . 1329
. 6 914
. 9940

Table 9 . Paired Differences T- tes t
Pair 1

Pair 2

Pair 3

Accountabi l i ty for team
members :
2 1 . As the ropes course
evolved and
2 0 . Before the ropes
course

t

df

Sig .
( 2 -t ai led)

6 . 600
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. 0 00

Helping team members :
3 3 . As the ropes course
evolved and
3 2 . Be fore the ropes
course

4 . 206

53

. 000

8 . 31 5
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. ooo

Bond with classmates :
3 7 . As the ropes course
evolved and
3 6 . Be fore the ropes
course
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The total results of the data regarding question 4
show that the ropes course did positively impact the
relationships of the students in the class with each other
and with the professor.
Follow-up Survey Results
The data from the follow- up survey addressed the
' question to be answered' for the follow- up study, "How did
the participants apply the learning from the low ropes
course outside of the classroom? " Content analysis
procedures were used to analyze data collected in the
follow- up study (Creswell, 1994} . These analyses involved
sorting through the responses to the follow-up survey and
identifying patterns, categories, or themes. After careful
content analysis the data is reported in the following
categories: Application of learning from the ropes course
to personal life; Application of learning from the ropes
course to work life; How the ropes course enhanced the
learning of the course concepts; How ref lection on the
ropes course experience enhanced learning; How the ropes
course impacted trust and relationships, and; Other higher
education courses participation in a ropes course could
benefit. The following discussion provides examples of
these responses. Reference Appendix C fo� a complete
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listing of responses.
Application of lea rning from the ropes course to persona l
life
Verbatim responses from the students indicated that
they applied the learning from the ropes course to many
different aspects of their personal lives:
The ropes course gave me an opportunity to
recognize my own physical inadequacies regarding
my physical health. I resolved to become more
active and to begin an exercise program that
allowed me to increase my energy levels. I am
happy to say I have continued my exercise
routine. My health has improved and my energy
level is that of someone much younger.
Family - setting goals together, involving
everyone in goal setting for building family
life. Getting everyone on the same boat reduces
frustration, animosity, and grudges.
I have become more aware of mysel f, my presence
in a group, and the attitudes of others.
Helped me to visualize my goals in life and what
it would take to accomplish them.
Application of le arning from the ropes course to work life
Verbatim responses from the students indicated that
they applied the learning from the ropes course to many
different aspects of their work lives:
Hel ped me to go back to work and share my
personal vision as it relates to training and
deve lopment and to have others buy into that
vision because it supported their own visions as
well as the organization's and corporate vision.
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The ropes course helped build confidence when
working in a team-based environment .
I am more aware of the role I play in a team . I
strive to be a facilitator and communicator .
During my internship I was faced with some
difficult tasks, but because of my experience on
the ropes course I was focused and confident .
The [ropes ] course helped me to understand more
clearly the relationships that are underlying the
day - to-day working of my job as a trainer and
instructor . By seeing the bigger picture I have
been able to realign myself to the group goals
and to help formulate changes in a constructive
manner.
How the ropes course enhanced the learning of the course
Concepts
Verbatim responses from the students indicated that
the ropes course positively enhanced their learning of the
course concepts:
The ropes course and the exercises that we
. participated in helped to make the theories more
concrete in my mind. We talked about the theory
and how the particular exercise related to the
theory. This reinforcement along with the
activity seared the concepts into my brain.
People learn through touch and feel
(kinesthetics ) and ropes course assist with that
learning style.
The ropes course provided visuals to what we were
learning about the disciplines . It was not a far
stretch combining these with the purpose and
strategies of the ropes course. In fact, it
brought a higher level of understanding as to the
reasoning for the ropes course. Perhaps even more
so for the professional versus the personal
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world. I t provided not only hands on experience,
but also allowed for deeper explanations to it
all.
Tied previous learning to current experiences.
Allowed me to try out skills necessary to
implement a learning organization.
The data from this content area supports the positive
findings from the analysis of data that answered the
question, "Did the participants think that the low ropes
course enhanced the learning of the teaching concepts in
the course? " by giving specific examples of how the ropes
course enhanced learning of the teaching concepts.
Two students reported that they did not feel that the
ropes course had any affect on their learning of the course
concepts.
How reflection on the ropes course experience enhanced
learning
Verbatim re sponse s from the students indicated that
reflection on their ropes course experience positively
enhanced their learning of the course concepts:
I have strong memories from the event, which help
reflect on the five disciplines.
During the ropes course we had to do some
reflecting on prior experiences to come up with
strategies.
[The] ropes course helped me to do reflecting and
clarifying the picture of what was to be
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accomplished.
Through reflection, insight into dynami cs of
other groups I am a part of, how to build and
maintain relationships and how to handle conflict
and succes s.
The biggest contribution is through reflecting on
the specific activity or challenge based on the
difficulty or outcome.
[The ropes course allowed] reflection on how I
interact in groups .
The data from this content area provides examples of
how reflection on the ropes course experience impacted the
learning proces s, which provides evidence that reflection
is part of the learning process, thus supporting Kolb's
model (1984).
How the ropes course impacted trust and relationships
Verbatim responses from the students indicated that
the ropes course positively impacted trust and
relationships within the class :
Our class became a more relaxed place where
people knew each other better and felt more
comfortable with each other. We were able to
break down barriers while outside working
together cooperatively to achieve common goals.
As a result, people took more risks during class
to voice ideas that might be outside the norm.
Increased cognizance of how important a sense of
trust is to team building.
When I climbed [the wall] , I trusted others to
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help get me there [ over the top] .
I ncreased insight into building and maintaining
relationships and handling conflict .
Through reflection, insight into dynamics of
other groups I am a part of, how to build and
maintain relationships and how to handle conflict
and success.
The ropes course helped me to open up a sense of
trust and respect for those who I attended
classes with. I t was also useful in building
relationships with t hose individuals.
The data from this content area supports the positive
findings from the analysis of data that answered the
question, "Did the ropes course affect the relationships
between the students and their classmates and their
professor? "
Other higher education courses participation in a ropes
course could benefit
Elicited responses from the students indicated that
they thought the ropes course coul d be effectively util ized
in other higher education courses:
Human resource development courses.
Self- Directed Work Teams and Human Resource
Mana gement.
MBA programs, Psychology, Nursing, Education,
Social Work. The ropes course should be used to
reinforce the desired theory.
Crea te a course to teach the facilitation of
learning.
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Any class that involves teamwork .
On - line students, integrate it into their on - line
learning experience .
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CHAPTER V
Summary , Conc lus i ons , Recommenda tions ,
and Impl ications
This chapter summarizes the study, draws conclusions
about the findings, discusses implications, and makes
recommendations for further areas of research.
Summary
The purpose of this study is to determine the
effectiveness of a low ropes course experience in a
graduate- level course in reinforcing major teaching
co ncepts. Additionally, the study sought to determine how
the ropes course facilitation affected learning; the impact
of the ropes course on the relationships between the
students and their classmates and professor; and the effect
of trust and anxiety between the students and their
classmates, ropes instructors, and professor on learning.
This study attempts to provide empirical evidence
supporting the use of the low ropes course as a teaching
aid by analyzing secondary data from a survey developed by
the instructor to evaluate the students' reaction to the
ropes course.
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Conclusions
Se veral conclusions we re reached as the result of the
data � nalysis:
1. The ropes course did enhance the stude nts' le arning
of the major te aching concepts of the course .
2. The facilitators of the ropes course effectively
facilitated the rope s course and the effe ctive ness of their
facilitation contributed to the students' learning of the
teaching concepts in the course.
3. The le vel of anxiety that the students had with
their classmates, the ropes course instructors, and the
professor at the be ginning of the ropes course did not
affect the students learning of the te aching concepts in
the course.
4. The high level of trust that the students developed
with their classmates, ropes course instructors, and
professor as the result of the ropes course positively
influenced the students le arning of the te aching concepts
on the ropes course.
5. As the result of the ropes course, the students
de veloped a closer relationship with their classmates and
professor.
6. The students applied the learning from the ropes
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course to many areas of their personal and professional
lives.
Recommendations
The generalizability of the findings of this study is
limited due to the narrow scope of the study and
population. However, after careful examination of the
findings the researcher recommends the following :
1. Further research is needed on the relationship of
trust and learning in the classroom.
2. Further research is needed with ropes courses in
general given that they are widely used today in both
higher education and the corporate sector.
3. Further research is needed on evaluating
experiential learning methodology in general, particularly
in comparing it to the more traditional lecture- based
teaching methodology.
4. Further development of the instrument used in this
study is recommended. For instance, rather than asking
about trust level just as the result of the ropes course,
it would be beneficial to know the level of trust at the
beginning of the ropes course as well of the trust level at
the beginning of the course.
5. For the educator, the need to allow reflective
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obs ervation on the material taught in the clas s room in
light of t he s tude nts ' pas t experiences , as well as
rational evaluation of the material and experiences is very
important.
6. For the educator, creating a trus ting environment
is vital in any learning environment, but particularly when
there is a high degree of interaction between t he s tudents
and profes s or. The ropes cours e could be us ed as a tool to
accelerate the development of trus t in the learning
environment.
7. Given the ris e in the us e of online learning
methods in which there is no phys ical interaction, the
ropes cours e could be us ed to les s en the level of is olation
s ome s tudents have reported in online clas s es (Howell,
2001)

I mplications
The - s tudy provides evidence that the ropes cours e as
an experiential learning methodology can be us ed not jus t
as the teambuilding tool that it has been his torically us ed
as , but can be us ed to teach cognitive material als o;
particularly material that involves a s ocial component. The
s tudy als o validates prior res earch regarding the us e of
the ropes cours e in relations hip development (Roland

67

&

Wagner 1992). There has been no research up to this point
documenting the use and effectiveness of the ropes course
to teach cognitive material.
Facilitation is a very crucial aspect of a low ropes
course event (Rohnke, 1989). The facilitators help to give
the participant's experience on the ropes course meaning.
This study also documents good facilitation of experiential
exercises can positively impact the students' learning
experience.
The structure of the class also supports the
effectiveness of Kalb's experiential learning cycle. The
circular and continuous nature of Kalb's model (1984) is
represented by the fact that the ropes course and the
students' experiences outside of class was both stage 4,
active experimentation, from the classroom l earning cycle
and stage 1, the new concrete experience for the new
learning cycle. The new learning cycle began again with the
ropes course and the debriefing of the activities. The
students' previous experience and learning provided a
springboard to a higher level of cognitive functioning for
their next experience.
Lastly, the study demonstrates a relationship between
high levels of trust and learning. Many authors stress of
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the need for and importance of trust in the learning
environment ( Edmondson, 1999; Senge, 1990; & Schein, 1993),
but there is no research evidence that this researcher
could find linking higher trust levels with learning . The
need for trust is particularly important when the learning
experience involves the need for the students to rely on
each other as part of the learning experience .
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Appendix A
Survey Of Ropes Course Experience
This survey evaluat es your rope s course experience . Please use the fol lowing
scale to record your thoughts about the course content .
l=
2=
3=
4=
5=

St rongly di sagree
Di sagree
Ne ither agree nor disagree
Agree
St rongly agree

Fac i l i tators
1 . The ropes instructors ef fect ively
facilitated class and team discuss ions .

1

2

3

4

5

2 . The ropes instruc tors linked concepts
back to the material I am studying in
my class at school .

1

2

3

4

5

3 . The guest speakers assisted in l inking
concepts to concepts to real world
experience s .

1

2

3

4

5

4 . The ropes instructors assi sted in
linking concept s to real world
experiences .

1

2

3

4

5

5 . The ropes ins truc tors li stened
carefully to my team .

1

2

3

4

5

6 . The ropes instructors listened
careful ly to my class .

1

2

3

4

5

7 . The ropes course was well organized .

1

2

3

4

5

8 . The ropes instructors ' pre sentation wa s
an effect ive teaching/training tool .

1

2

3

4

5

9 . The exerc ises provided enough phys ical
challenge for me .

1

2

3

4

5

1 0 . The exerc i ses provided enough ment al
challenge for me .

1

2

3

4

5

11 . The exerci ses provided enough
emot ional challenge for me .

1

2

3

4

5

12 . The time allotted for various
segment s of the rope s course was
appropriate .

1

2

3

4

5

Please share any comments for 1 - 12 (use back if additional space is needed} :
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Scale :
1= Strongly disagree
2 = Disagree
3 = Nei ther agree nor di sagree
4 = Agree
5= Strongly agree

Course concepts
1 3 . The rope s course increased my overall 1

2

3

4

5

14 . The ropes course increased my

1

2

3

4

5

15 . The ropes course increased my

1

2

3

4

5

16 . The ropes course increased my

1

2

3

4

5

1 7 . The ropes course increased my

1

2

3

4

5

1 8 . The ropes course increased my

1

2

3

4

5

understanding of qualities necessary
to create a learning organization .
Comment s :
understanding of systems thinking
by re inforcing key concepts .
Comments :
understanding of personal vis ion
by reinforcing key concept s .
Comment s :
unders tanding of shared vis ion
by re inforc ing key concept s .
Comment s :
understanding of mental model s
by re inforcing key concepts .
Comment s :
understanding of team learning
by re inforc ing key concepts .
Comments :
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Scale :
1 = St rongly di sagree
2 = Disagree
3 = Nei ther agree nor di s agree
4 = Agree
5= Strongly agree
1 9 . The ropes course al lowed me to feel
and experience the spirit of a
learning environment , a learning
organi zation .
Comments :

1

2

3

4

5

2 0 . At the beginning of the ropes course , 1
I felt personal ly accountable for
the success of each member of my team .
Comment s :

2

3

4

5

2 1 . As the ropes course evolved , I felt
personal ly accountable for the
success of each member of my team .
Comment s :

1

2

3

4

5

2 2 . At the beginning of the ropes course , 1
I felt a litt le anxious about how my
team members would react to my
performance .
Comments :

2

3

4

5

2 3 . As the rope s course evolved , I began
to trust my team members to help me
succeed in my performance .
Comments :

2

3

4

5

2 4 . At the beginning of the ropes course , 1
I felt a l ittle anxious about how my
classmates would react to my performance
when part icipating as a whole class .
Comment s :

2

3

4

5

2 5 . As the ropes course evolved , I began
to trust my clas smates to help me
succeed in my performance when
parti c ipating as a whole clas s .
Comment s :

2

3

4

5
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1

1

Scale :
1= Strongly dis agree
2 = Disagree
3= Neither agree nor di sagree
4 = Agree
5= Strongly agree
2 6 . At the beginning of the ropes course , 1
I felt a l ittle anxious about how the
rope s instructors would react to my
performance .
Comment s :

2

3

4

5

2 7 . As the ropes course evolved , I began
to trust the ropes ins t ructors to
he lp me succeed in my performance .
Comment s :

2

3

4

5

2 8 . At the beginning of the ropes course , 1
I felt a l ittle anxious about how my
profes sor would react to my performance .
Comment s :

2

3

4

5

2 9 . As the ropes course evolved , I began
to trust my profes sor to help me
succeed in my performance .
Comments :

1

2

3

4

5

3 0 . As my team succeeded in accompli shing 1
our task goals , I felt empowered for
my team .
Comments :

2

3

4

5

3 1 . As my team succeeded in accompl i shing 1
our task goals , I felt empowered for
mysel f .
Comments :

2

3

4

5

3 2 . At the beginning of the ropes course , 1
I was more concerned about helping
my team members than helping myself
accomp l i sh task goal s .
Comment s :

2

3

4

5

1
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Scale :
1 = Strong ly disagree
2= Disagree
3 = Nei ther agree nor di sagree
4 = Agree
5= Strongly agree
3 3 . As the ropes course evolved , I began
to be more concerned about helping
my team members than helping mysel f
accompl ish task goal s .
Comment s :

1

2

3

4

5

3 4 . At the beginning of the ropes course , 1
I felt a common bond with my team
members .
Comment s :

2

3

4

5

3 5 . As the ropes course evolved , I began
to feel a common bond with my team
members .
Comment s :

1

2

3

4

5

3 6 . At the beginning of the ropes course , 1
I felt a common bond with my
c lassmates as a whole .
Comment s :

2

3

4

5

3 7 . As the ropes course evolved , I began
to feel a common bond with my
classmates as a whole .
Comments :

1

2

3

4

5

3 8 . I feel c loser to my team members
because of the ropes course
experience .
Comment s :

1

2

3

4

5

3 9 . I feel closer to my classmates as
a whol e because of the ropes course
experience .
Comments :

1

2

3

4

5

4 0 . I feel c loser to my professor because 1
of the ropes course experience .
Comments :

2

3

4

5
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Appendix B
Follow- up Survey
Please answer the following que stions re lating to your , rope s course experience .
1 . In what ways did the ropes course contribute to your long - term retent ion of
the f ive di s c ipline s ?
2 . In what ways did the ropes course help you apply " team learning" t o your
personal l i fe and/or professional work?
3 . In what ways did the ropes course he lp you apply "personal mastery" to your
personal l i fe and/or profess ional work?
4 . In what ways did the rope s course help you apply "shared vi s ion" to your
personal l i fe and/or profess ional work?
5 . In what ways did the rope s course he lp you apply "mental model s " to your
personal l i fe and/or profess ional work?
6 . In what ways did the ropes course he lp you app ly " sys tems thinking" to your
personal life and/or profe ss ional work?
7 . What was the best feature of the ropes course for you?
8 . What was the worst feature of the ropes course for you?
9 . What other types of HRD graduate and/or undergraduate classes do you think
would benefit from including a ropes cours e?
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Appendix C
Complete Follow- up Survey Content Analysis
CATEGORY
Application of
learning from
the ropes course
to personal life

VERBATIM STUDENT RE S PONSES

Participating in a ropes course
continues to challenge my issues and
awareness of my body and it' s
limitations. I struggle with thinking I
can do more than my physical limitations
permit. The learni ng for me is my mental
models are in conflict with reality or
seeing my limi tati ons.
(The ropes course) helped me to learn
more about myself and evaluate my
strengths and weaknesses to improve
performance and achieve my goals.
(The ropes course) allowed me to voice
my goals with my spouse hence making
them our common goals that we can
achieve together.
The ropes course gave me an opportunity
to recognize my own physi cal
inadequacies regarding my physical
health. I resolved to become more active
and to begin an exercise program that
allowed me to increase my energy levels.
I am happy to say I have continued my
exercise routine. My health has improved
and my energy level is that of someone
much younger.
I n both my professional and personal
life, I learned to step back and not be
that overbearing individual. I nstead, I
try to include everyone, and try to pull
outsiders in.
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CATEGORY
Application of
learning from
the ropes course
to personal life

VERBATIM STUDENT RESPONSES
(The ropes course) helped me to
visualize my goals in life and what it
would take to accompli sh them.
I have become more aware of myself, my
presence in a group, and the attitudes
of others.
I ncreased knowledge about myself - my
strengths and limitations.
Reinforced that goals in personal life,
like ropes experiences (are) not always
easy to attain - takes time, effort,
(and) strategy.
Family - setting goals together,
involving everyone in goal setting for
building family life. Getting everyone
on the same boat reduces frustration,
animosity, and grudges.
Building a loving, strong, and goal
oriented family requires everyone to
tie together and " get over the wall
together". (Reference to the activity,
the wall, on the ropes course.)
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CATEGORY
Application of
learning from
the ropes course
to work life

VERBATIM STUDENT RESPONSES
(The ropes course) showed me the
importance of group thinking and
working.
(The ropes course) helped me to go back
to work and share my perso nal vision as
it relates to training and development
and to have others buy into that vision
because it supported their own visions
as well as the organization's and
corporate vision.
I n both my professional and personal
life, I learned to step back and not be
that overbearing individual. I nstead, · I
try to include everyone, and try to pull
outsiders in.
I am more aware of the role I play in a
team. I strive to be a facilitator and
c ommunicator.
The ropes course helped build confidence
when working in a team- based
environment.
The ropes course helped provide me and
my team members at our organization a
framework to communicate and clarify
eac h other's needs.
I often paraphrase people I am in
contact with to be sure we are working
towards the same goals and obj ectives. I
have also started listening more
carefully and asking more questions.
(Provided a) means to communicate ideas
to help shape a common vision for making
organizational decisions.
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CATEGORY
Application of
learning from
the ropes course
to work life

VERBATIM STUDENT RESPONSES
During my internship I was faced with
some difficult tasks, but because of my
experience on the ropes course I was
focused and confident.
The major insight from the ropes cour se
was taking time to assess a situation
. fully and listen to a variety of ideas
for solving the problem q r initiative.
Professionally, I now seek input from
others I would not have considered
before I take action.
I helped facilitate some of the
exercises from the ropes course in a
wor kshop for women involved in a
fundraising sorority.
(I learned to) study the process and
apply l everage at the appropriate point
(one of Senge's concepts) .
By applying a shared vision to my job as
an instructor or trainer , the group has
a goal in mind and a plan for the future
we are implementing.
The (ropes) course helped me to
understand more clearly t he
relationships that are underlying the
day-to- day working of my job as a
trainer and instr uctor . By seeing the
bigger picture I have been able to
realign
myself to the group goals and
to help formulate changes in a
constructive manner.
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CATEGORY
How the ropes
course enhanced
the learning of
the course
concepts

VERBATIM STUDENT RESPONSES
The ropes course provided an opportunity
to incorporate physical events,
communication techniques, and conceptual
and theoretical information into a
teambuilding event in an outdoor setting
with guided assistance . P lus it was
super fun ! ! !
The concepts of the ropes course and the
disciplines were well thought out and
very applicable .
The ropes course provided visuals to
what we were learning about the
disciplines . I t was not a far stretch
combining these with the purpose and
strategies of the ropes course . I n fact,
it brought a higher level of
understanding as to the reasoning for
the ropes course . Perhaps even more so
for the professional versus the personal
world . I t provided not only hands on
experience, but allowed for deeper
explanations to it all .
Allowed for common interface for
differing perspectives, frameworks of
knowledge .
I t reinforced concepts through
i mplementa tion in a common f ra mework f or
all involved .
Tying physical activity to class
discussions and concepts .
Allowed me to try out skills necessary
to implement a learning organization .
Seeing how Senge's concepts i mpacted
group participation and learning .
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CATEGORY
How the ropes
course enhanced
the learning of
the course
concepts

VERBATIM STUDENT RESP ONSES
Provided a way to visualize (the)
disciplines at work.
Tied previous learning to current
experiences. P rovides excellent
correlation from the activities to real
life.
The group was able to successfully
complete every activity using the five
disciplines. I t was awesome ! I t was
unbelievable at first, but the end
results made a believer out of me.
The ropes course is a catalyst for
thinking about a shared vision.
The ropes course allows you to think
outside the box - working through the
exercise and then discussion at the end
helps to apply mental models.
People learn throug h touch and feel
(kinesthetics) and ropes course assist
with that learning style.
I have strong memories from the event,
which help ref lect on the f i ve
disciplines.
The ropes course and the exercises that
we participated in helped to make the
theories more concrete in my mind. We tall
about the theory and how the particular
exercise related to the
theory. This reinforcement along with
the activity seared the concepts into
my brain.
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CATEGORY
How reflection
on the
ropes course
experience
enhanced
learning

VERBATIM STUDENT RESPONSES
The biggest contribution is through
reflecting on the specific activity or
challenge based on the difficulty or
outcome .
(The ropes course allowed) reflection on
how I interact in groups.
Through reflection, insight into
dynamics of other groups I am a part of,
how to build and maintain relationships
and how to handle conflict and success.
An effective tool to better understand
thought processes.
I have strong memories from the event,
which help reflect on the five
disciplines.
During the ropes course we had to do
some reflecting on prior experiences to
come up with strategies.
(The) ropes course helped me to do
reflecting and clarifying the picture of
what was to be accomplished.
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CATEGORY
How the ropes
course impacted
trust and
relationships

VERBATIM STUDENT RESPONSES
Our class became a more relaxed place
where people knew each other better and
felt more comfortable with each other.
We were able to bre ak down barriers
while outside working together
cooperatively to achieve common goals.
As a result, people took more risks
during class to voice ideas that might
be outside the norm.
I ncreased cognizance of how important a
sense of trust is to team building.
When I climbed (the wall), I trusted
others to help get me there (to the
top).
I ncreased insight into building and
maintaining relationships and handling
conflict.
Through reflection, insight into
dynamics of other groups I am a part of,
how to build and maintain relationships
and how to handle conflict and success.
The ropes course helped me to open up a
sense of trust and respect f or those who
I attended classes with. I t was also
useful in building relationships with
those individuals.
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CATEGORY
Other higher
education
courses
partic ipat ion in
a ropes course
would bene f i t

VERBATIM STUDENT RESPONSES
Human resource development courses.
Self -Directed Work Teams and Human
Resource Management.
MBA programs, Psychology, Nursing,
Education, Social Work. The ropes course
should be used to reinforce the desired
theory.
Create a course to teach the
facilitation of learning.
Any class that involves teamwork.
On-line students, integrate it into
their on-line learning experience.
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